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      Even though language teaching and learning go back to the 
beginning of time, for many, it is a relatively new science. 
However, the practice of teaching a foreign language for the 
purpose of assimilation into new cultures, or for religious 
reasons, or class standing, are etched in the annals of our 
history books. For example, after the fall of the Roman Empire, 
Latin persisted for a long time as a link between nations of the 
West (Hagboldt,  1948). We know from our studies that Latin became 
the language of the school and the church. It was the language of 
higher education and remained indispensable until the late 18th 
century. Celce-Murcia (1991) reminds us that both the Classical 
Greek and Medieval Latin periods were characterized by an emphasis 
on teaching people to use foreign languages. The classical 
languages, first Greek and then Latin, were used as lingua 
francas. Higher learning was given only in these languages  all 
over Europe. They were also used very widely in philosophy, 
religion, politics, and business. Thus the educated elite became 
fluent speakers, readers, and writers of the appropriate classical 
language. 
      Reflection on language teaching in the United States reminds 
us that at one time much of North America was owned by Spain. 
Spanish was indeed the language of the explorer and conqueror. In 
1800 Spain owned all the territory south of the Rio Grande River 
and half of what is now the United States. The Spanish government 
made use of the best educational agency of that day, the Catholic
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Church. It became the work of the church to educate the Spanish 
children who came to live in the new world (Spell,  1948). Spell 
goes on to say that it was also the work of the Catholic Church to 
 "civilize ," Christianize, and make good Spanish subjects of the 
hoards of Indians who formerly had undisputed control of the 
continent. These same Indians of North America were also required 
to learn Spanish. 
      More recently, but still over a half a century ago, special-
purpose language teaching  (SP-LT) was common. For example, there 
was the bilingual phrase book used by vacationers traveling abroad 
who needed only to speak enough of a foreign language to ask 
directions or inquire as to the location of a good restaurant or 
hotel. However, the Second World War brought forth the need for 
SP-LT programs in many new and diverse areas. It became necessary 
for certain armed forces personnel to become familiar with foreign 
languages in a very short amount of time. The degree of 
specialization, explains Strevens (1988), may be illustrated by 
the example of the Royal Air Force personnel who learned Japanese 
solely for the purposes of (a) listening, in the Burmese jungle, 
to Japanese fighter aircraft talking to their ground control 
stations,  (b) identifying their targets, and  (c) using this 
information to alert  RAF interceptor fighters. These students of 
Japanese never learned to read or write the language, but they 
achieved the requisite listening-only command of this restricted 
form of the language in a matter of a few weeks of intensive 
learning. There was also a great need for courses in other
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special purpose languages such as German, Russian, Arabic, 
Turkish, and so on. 
      More recently, with international trade on the rise, SP-LT 
courses are also on the rise. The need to conduct negotiations, 
discuss contracts, and buy and sell in a foreign language is vital 
to any company that negotiates on the international market. For 
example, the language of the airways is English; thus, courses in 
English for specific purposes (ESP) are designed for pilots and 
other flight personnel who must communicate without error with air 
traffic personnel (Robertson,  1988). 
      In 1883, the Modern Language Association was formed with many 
of its members migrating from the American Philological 
Association because of a growing feeling that the latter did not 
meet the modern needs of language teaching and learning. 
      Language learning and teaching is as evolutionary as language 
itself as can be clearly seen through the evolution of a very new 
language in terms of time, the English Language. The Old English 
of the  pre-Norman Conquest of England, the Middle English of 
Shakespeare and Chaucer, and the Modern English of today is an 
excellent example of how a language can change in a relatively 
short period of time. Along with the inevitable changes in 
language, there  is also an ongoing change in the ways in which a 
language  in taught. For example, the Grammar-Translation Method 
(earlier known in the United States as the Prussion Method) was 
very acceptable before it gave way to behaviorist methods such as 
the Direct Method and the Audiolingual Method, which in turn led 
to cognitive methodologies such as the Communicative Method.
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      The Grammar-Translation Method dominated foreign language 
teaching from the 1840s to the  1940s, and in modified form it 
continues to be widely used in some parts of the world today 
(Richards & Rodgers,  1986). Advocates of the grammar-translation 
approach to language teaching subscribe to the view that mental 
discipline is essential for strengthening the powers of the mind. 
This method was originally used to teach Latin and Greek and was 
applied to modern languages in  the late nineteenth century. Its 
primary purpose, states  Omaggio (1986), is to enable students to 
explore the depths of great literature, while helping them 
understand their native language better through extensive analysis 
of the grammar of the target language and translation. 
      Omaggio lists the principal characteristics of the Grammar-
Translation Method as: 
1. Students first learn the rules of grammar and bilingual lists 
of vocabulary pertaining to the reading or readings of the lesson. 
Grammar is learned deductively by means of long and elaborate 
explanations. All rules are learned with their exceptions and 
irregularities explained in grammatical terms. 
2. Once rules and vocabulary are learned, prescriptions for 
translating the exercises that follow the grammar explanations are 
given. 
3. Comprehension of the rules and readings is tested via 
translation (target language to native language and vice  versa). 
Students have learned the language if they can translate the 
passages well.
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4. The native and target languages are constantly compared. The 
goal of instruction is to convert  Ll into L2, and vice versa, 
using a dictionary if necessary. 
5. There are very few opportunities for listening and speaking 
practice (with the exception of reading passages and sentences 
 aloud), since the method concentrates on reading and translation 
exercises. Much of the class time is devoted to talking about the 
language; virtually no time is spent talking in the language. 
      This method, states Dulay, Burt, & Krashen  (1982), is almost 
entirely formal, focusing on the form of the language rather than 
on the meaning to be conveyed. The meticulous detail of the 
grammar explanations, cites  Omaggio  (1986), the long written 
exercises, the lengthy vocabulary list, and the academic forms of 
language presented in the readings render language learning both 
strenuous and boring. As Higgs and Clifford (1982) point out, the 
particular kind of concern for accuracy that characterizes 
grammar-translation methodology is not necessarily conducive to 
building toward proficiency and may, in fact, be quite 
counterproductive. 
      Advocates of the Direct Method, a descendant of the Natural 
Method in which early nineteenth-century reformers attempted to 
build a methodology around observation of child language learning, 
believed that students learn to understand a language by  listening 
to it in large quantities  (Omaggio,  1986). The Direct Method, it 
was believed, taught language through the direct association of 
words and phrases with objects and actions, without the use of  =he 
native language as the intervening variable. After it was
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introduced in France and Germany at the turn of the century, it 
became widely known in the United States through its use by 
Sauveur and Maxmilian Berlitz in successful commercial language 
schools (Berlitz referred to the method as the Berlitz  method). 
      Omaggio cites the principal characteristics of the Direct 
Method as: 
1. Language learning should start with the here-and-now, 
utilizing classroom objects and simple actions. Eventually, when 
students have learned enough language, lessons move on to include 
common situations and settings. 
2. The Direct-Method lesson often develops around specially 
constructed pictures depicting life in the country where the 
target language is spoken. These pictures enable the teacher to 
avoid the use of translation, which is strictly forbidden in the 
classroom. Definitions of new vocabulary are given via 
paraphrases in the target language, or by miming the action or 
manipulating objects to get the meaning across. 
3. From the beginning of instruction, students hear complete and 
meaningful sentences  in simple discourse, which often takes the 
form of question-answer exchanges. 
4. Correct  pronunciation is an important consideration in this 
approach, and emphasis is placed upon the development of  accurate 
pronunciation from the beginning of  instruction. Phonetic 
notation is often used to achieve this goal. 
5 Grammar rules are  not explicitly taught; rather, they are 
assumed to be learned through practice. Students are encouraged 
to form their own generalizations about grammar through inductive
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methods. When grammar is explicitly taught, it is taught in the 
target language. 
6. Reading goals are also reached via the "direct" understanding 
of text without the use of dictionaries or translations. 
      Richards and Rodgers (1986) point out several drawbacks to 
this method. First, it requires teachers who are native speakers 
or who have native-like fluency in the foreign language. It is 
largely dependent on the teacher's skill, rather than on a 
textbook, and not all teachers are proficient enough in the 
foreign language to adhere to the principles of the method. 
Critics point out that strict adherence to Direct Method 
principles is often counterproductive, since teachers are required 
to go to great lengths to avoid using the native tongue, when 
sometimes a simple brief explanation in the students' native 
tongue would have been a more efficient route to comprehension. 
Finally,  Higgs and Clifford (1982) maintain that unconstrained 
attempts at communication too early in the instructional sequence 
may lead to the phenomenon of fossilization. 
      Most methodologies developed in recent years are eclectic in 
that each method borrows features of methods used in the past. 
      The entry of the United States into World War II had a
significant effect on language teaching in the United States 
(Richards & Rodgers,  1986). A special language program was set up 
to supply the U.S. government with personnel who were fluent in 
German, French, Italian, Japanese and other languages. These 
personnel would work as translators and interpreters. To fill this 
need, the government commissioned American universities to develop
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foreign language programs for military personnel. In  1942, the 
Army Specialized Training Program (ASTP) was established and by 
the end of  1943, fifty-five American universities were involved in 
the program. The objective of this program was for military 
personnel to attain conversational proficiency, which was not the 
objective of the current language programs in the United States. 
Richards and Rodgers  go'on to point out that the methodology of 
ASTP, like the Direct Method, derived from the intensity of 
contact with the target language rather than from any well-
developed methodological basis. It was a program innovation 
mainly in terms of the procedures used and the intensity of 
teaching rather than in terms of its underlying theory. 
      As America emerged as a major international power, there 
became a growing demand for foreign expertise in the teaching of 
English. As thousands of foreign students entered the United 
States to study in universities--most of which required them to 
demonstrate English proficiency before they could begin their 
studies--a new method of teaching English became necessary. 
      To address this need, the first English Language Institute in 
the United States was established at the University of Michigan in 
1939. It specialized in the training of teachers of English as a 
foreign language and in teaching English as a second or foreign 
language. At this university, headed by the linguist Charles 
Fries,  "structure" was the starting point. Language was taught by 
systematic attention to pronunciation and by intensive oral 
drilling of its basic sentence patterns (Richards & Rodgers, 
 1986). Hockett (1959, p.43) described it like this: "It is these
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basic patterns that constitute the learner's task. They require 
drill, drill, and more drill, and only enough vocabulary to make 
such drills possible." The approach developed by Fries and other 
linguists became known as the Oral Approach, the Aural-Oral 
Approach, and the Structural Approach. It required aural training 
first, pronunciation training second, speaking training third, 
reading training fourth, and writing training last. 
      These Aural-Oral methods in turn drew upon linguistic 
principles and psychological learning theory developed by Leonard 
Bloomfield, a behaviorist psychologist at Yale, leading to the 
development of Audiolingualism. This language teaching technique, 
also known as the Aural, Oral, Functional Skills, New Key, or 
American Method of language teaching, claimed to have transformed 
language teaching from an art to a science (Omaggio  1986). 
      Principal characteristics of Audiolingualism, as defined by 
Chastain (1976), are summarized below. 
1. The goal of second language teaching is to develop in students 
the same abilities that native speakers have. Students should 
therefore eventually handle the language at an unconscious level. 
2. The native language should be banned from the classroom; a 
"cultural  island" should be maintained . L2 should be taught 
without reference to  Ll. 
3. Students learn languages through stimulus-response (S-R) 
techniques. Students should learn to speak without attention to 
how the language is put together. They should not be given time 
to think about their answers. Dialogue memorization and pattern 
drills are the means by which conditioned responses are achieved.
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4. Pattern drills are to be taught initially without explanation. 
Thorough practice should precede any explanation given, and the 
discussion of grammar should be kept very brief. 
5. In developing the  "four skills," the natural sequence followed 
in learning the native language should be maintained. 
      Richards and Rodgers (1986) point out that the theoretical 
foundations of Audiolingualism were attacked as being unsound both 
in terms of language theory and learning theory. Practitioners 
found that  the practical results fell short of expectations, and 
students were often found to be unable to transfer skills acquired 
through Audiolingualism to real communication outside the 
classroom. 
      Noam Chomsky, an MIT linguist, rejects the behaviorist theory 
of language learning that underlies Audiolingualism: "Language is 
not a habit  structure. Ordinary linguistic behavior 
characteristically involves innovation, formation of new sentences 
and patterns in accordance with rules of great abstractness and 
intricacy"  (Chomsky, 1986, p.143). Chomsky literally 
revolutionized the field of linguistics with his theory of 
transformational grammar, which proposes that the fundamental 
properties of language are derived from innate aspects of the mind 
and from how humans process experience through language. He 
argues that language is not imitated behavior; rather it is 
created anew from underlying knowledge of abstract rules. He 
believes that sentences are "generated" from the learner's 
underlying "competence." As a result of Chomsky's work in the 
sixties, the doors to cognitive language learning were sprung
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open, and a new generation of methods in language teaching was 
born. 
      As this article has pointed out, the list of language 
teaching methodologies is long. In addition to the methods 
already mentioned, there is also the Natural Approach, the Silent 
Way, Suggestopedia, Communicative Language Teaching, and a host of 
others, each claiming superiority in some aspect of language 
learning to the others. Language teaching is eclectic in nature 
and a language teacher needs to use parts of each method to be 
successful in the classroom. 
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